Gender, Foreign Language Classroom Anxiety, and Peer Writing Task Motivation by ウォン ジェイムズ G
 Gender, Foreign Language Classroom Anxiety, and Peer Writing Task Motivation 101
Gender, Foreign Language Classroom Anxiety,
and Peer Writing Task Motivation
James G. WONG
Abstract
This study explored the influence of gender and foreign language classroom anxiety on student 
motivation and writing proficiency in a peer-to-peer writing task. Three motivational variables, 
intrinsic task value, affinity for a peer, and weak interest in foreign cultures were found to positively 
predict achievement in this writing task. Classroom anxiety did not appear to influence task 
motivation or attainment in this context, but gender did significantly predict both motivation and 
achievement. This study suggests that writing tasks that have a peer-to-peer component may be 
more motivating for female students than male students.
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Introduction
Literature Review
What motivates successful learners? What practices make students feel that they want to engage 
in a learning process? And conversely, what conditions or thoughts prevent learners from getting 
motivated? These are questions that have long attracted the attention of teachers and researchers 
interested in the relationship between motivation and educational attainment. Although many 
competing descriptions and theories of motivation exist today, most researchers seem to accept 
that motivation is a dynamic and multi-dimensional variable that directly influences the way 
people act, think, and behave. Dörnyei has succinctly summarized some of the common features 
associated with the construct, writing that motivation is something that lies behind the choices 
people make, their persistence in seeing those choices to fruition, as well as the effort they invest 
in pursuing their choices (Dörnyei, 2001).
Much of the work on motivation in educational psychology has focused on achievement 
motivation of younger school age children where motivation is seen as the product of basic, 
universal, psychological needs and a reflection of mental health. Deci and Ryan have articulated 
a comprehensive model that places motivation on a continuum of learner self-actualization 
(Deci & Ryan, 2000). In their Self-Determination Theory (SDT) all humans are driven by three 
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fundamental needs: the need for competence, which explains why learners make an effort to achieve 
mastery; the need for autonomy, which is the need to control one’s own choices; and relatedness, 
which refers to connectedness to others in society. Motivation is viewed along a continuum with 
amotivation reflecting the least self-determined condition in which a learner behaves without 
personal investment, and does not place any value in his actions, “just going through the motions,” 
(Deci & Ryan, 2000). The most self-determined form of motivation is intrinsic motivation which 
refers to actions and behavior done for the inherent pleasure they provide. Finally, in the middle 
of the continuum is extrinsic motivation which bridges the gap between amotivation and intrinsic 
motivation and includes four sub-categories: external regulation, introjected regulation, identified 
regulation and integrated regulation each of which reflects an increasing level of self-determination 
and autonomy. A key finding of this research is that extrinsic motivational factors such as giving 
rewards for performing well on tests may actually undermine the development of learner autonomy 
and negatively impact the development of intrinsic motivation.
Another useful motivational construct is Expectancy-Value theory, pioneered by Atkinson 
and expanded upon by Eccles, Wigfield and their colleagues (Atkinson, 1957; Wigfield, 1994; 
Eccles, Wigfield, & Schiefele, 1998; Eccles & Wigfield, 2000). In this model an individual’s 
task achievement, task choices, persistence, and performance are determined by two factors: 
his expectations of success and the subjective value he assigns to its successful completion. 
Expectancies are influenced by previous experiences and by beliefs in one’s own ability. And values 
are conceptualized as having four sub-components: attainment value, defined as the importance of 
doing well; intrinsic value, which is the enjoyment derived from doing the task; utility value, which 
refers to how the task fits into a learner’s future plans; and finally cost, which is what the individual 
gives up in order to accomplish the task (Wigfield, 1994). Investigations of this model with school 
age children indicate that learners’ beliefs in their own abilities and their expectancies of success 
strongly predict achievement and that subjective task value is a strong indicator of learners’ 
intentions to study and their choices to do so.
Bandura’s concept of, “self-efficacy” is consistent with the general framework of expectancy 
theory, but lends primary emphasis to the individual’s belief in her own capacity to attain a desired 
goal (Bandura, 1977). Bandura has proposed that learners go through a self-reflective process 
of comparing their own performance with a desired level of attainment. When their behavior 
falls below a desired level of performance, learners use their own sense of dissatisfaction at their 
inadequate performance as a motivator to modify and correct their actions. In this way they are 
motivated to close the gap between their current level of ability and the level they wish to attain. 
At the same time, anticipation of the feeling of satisfaction derived from reaching a targeted level 
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of mastery drives learners to try harder and to be more persistent. Once achieved, such positive 
outcomes lead to a greater sense of general self-efficacy which can then be transferred and applied 
to other learning contexts. Bandura sees self-efficacy as the driving force that motivates learning 
behaviors. Motivation is renewed when the sense of achievement satisfaction wears off and loses 
its novelty. Learners tend not to remain content and are frequently motivated to strive for higher 
and more challenging goals. In this way, self-efficacy is conceptualized as the driving force behind 
achievement-oriented learning behavior.
In the field of second language learning, the most influential and comprehensive description 
of motivation is the seminal socio-educational model associated with Robert Gardner and his 
associates (Gardner & Lambert, 1959; Gardner, 1985; 1988; Gardner & MacIntyre, 1991; Tremblay 
& Gardner, 1995; Gardner, Tremblay and Masgoret, 1997). Although Gardner’s model has evolved 
and been modified over the past thirty years, the basic framework hypothesizes the existence 
of several influential classes of motivational variables that directly influence motivation to learn 
a second language. The first category of variables is integrativeness, which refers to the general 
willingness of learners to identify positively and associate with groups that speak the target 
language. According to Gardner, this is primarily an affective variable that reflects a learner’s 
openness to adapt and take on the characteristics of another culture. A contrasting orientation 
is instrumentality which refers to more pragmatic reasons for language learning such as finding 
a high paying job, earning a scholarship or getting good grades. In Gardner’s view, these two 
motivational orientations are not mutually exclusive and can both contribute positively to what he 
has labeled attitudes towards the learning situation which include feelings and beliefs about the 
teacher and course. So for Gardner integrativeness and instrumentality are not opposite ends of 
a continuum, but rather variables that frequently can and do coexist. Gardner has developed a 
standardized test battery, the Attitude/Motivation Test Battery (AMTB), to empirically investigate 
and support his model. Using this instrument he has found strong correlational relationships 
between integrative motivation and L2 achievement (Gardner, 1985, 1988).
Gardner’s conceptualization of L2 motivation and the primacy of integrativeness in L2 acquisition 
has been challenged by some researchers who have found that instrumental motivation can 
be a better predictor of achievement in some English as a Foreign Language (EFL) learning 
contexts where contact with and attitudes towards speakers of the target language are of lesser 
immediate concern for learners (Au, 1988; Clément, Dörnyei, & Noels, 1994; Dörnyei, 1990). Other 
researchers have called for an expanded definition of motivation that draws more from the research 
traditions in education and social psychology some of which were mentioned previously (Crookes 
& Schmidt, 1991; Oxford & Shearin, 1994; and Noels, Pelletier, Clément, & Vallerand, 2000). Still, 
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a truly comprehensive model of motivation has yet to emerge from these expanded directions of 
inquiry.
It seems that the debate over motivation orientation in L2 learning is essentially a discussion 
over the influence of two types of individual difference variables, yet additional variables that reflect 
both the broader social context of learning and, in the case of formal instructed learning, the local 
classroom environment have been less clearly defined and are also in need of attention. Two such 
variables that have received the attention of second language researchers are anxiety and gender.
Anxiety associated with language learning is one individual dif ference variable frequently 
thought to play a role in influencing both motivation and achievement. Horwitz and her colleagues 
have proposed that foreign language learning is, in fact, a unique and distinctive type of anxiety̶
one that often has an adverse effect on language performance and the motivation to learn. Based on 
their clinical experience with language learners and school counselors, they conceptualize foreign 
language anxiety as a three-part construct subsuming (a) communication apprehension, (b) test 
anxiety, and (c) fear of negative evaluation (Horwitz, Horwitz, & Cope, 1986). They developed the 
Foreign Language Classroom Anxiety Scale (FLCAS), a 33 item self-report instrument that attempts 
to measure an aggregate of these three hypothesized anxiety factors. This measure has been 
frequently used in studies of foreign language anxiety and has produced reliable and valid scores 
for situational anxiety with university-level learners of Spanish, French, and Japanese in North 
America (Horwitz, 1986; Aida, 1994) as well as with college-level Japanese students of English in 
Japan (Brown, Robson, & Rosenkjar, 2001). With some modification of the questionnaire items 
other researchers have also found the FLCAS to be a reliable measure of anxiety with university 
students studying English in China (Liu, 2006) and with Japanese language students in the United 
States (Kitano, 2001). Macintyre and Gardner’s (1989, 1991) work with students in Canada has also 
provided some empirical support for the negative influence of communication apprehension and 
fear of negative evaluation on language production. Although a clear causal link has yet to emerge 
from studies in this area, there appears to be a persuasive case that language anxiety as a distinct 
construct, does indeed exist. Moreover, it appears likely that this type of anxiety is not tied to the 
learning of any specific language or language group and that it has a generally negative influence 
on language performance.
The influence of gender on achievement motivation has long been an area of interest for 
mainstream educational researchers. Much of this work has been inspired by the desire to 
understand the root causes of gender gaps in educational attainment and the general under-
representation of women in professional fields related to mathematics and the physical sciences. 
In their review of gender differences in motivation Meece, Glienke and Burg (2006) surveyed 
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findings derived from research based on four contemporary theories of motivation in mainstream 
educational psychology: (a) attribution, (b) expectancy value, (c) self efficacy, and (d) achievement 
goal perspectives. Gender differences in causal attribution have also been explored by researchers 
seeking to understand more about the phenomenon of learned helplessness. This refers to the 
behavior of learners who attribute their lack of success to poor ability and thus give up more easily 
than high attribution learners who take failure as an incentive to work harder and increase their 
efforts to succeed. Although some studies have found evidence that females may be more prone to 
learned helplessness in math and science courses, Meece and her colleagues point out that there 
does not yet appear to be a consensus among researchers that gender differences play a pivotal role 
in causal attribution of achievement motivation. Also when significant differences have been found, 
the differences have been minor, lacking strong predictive power.
Researchers exploring gender differences using an expectancy value framework have found 
evidence that competency beliefs and expectations of success have strong predictive power over 
achievement motivation and performance. Moreover, children seem able to form judgments about 
their own relative ability at a very early age, even before they have had enough real experience 
to make an accurate assessment of their actual proficiency. In a longitudinal study of North 
American elementary school children’s perceptions of task value and gender Eccles, Wigfield, 
Harold, & Blumenfeld (1993) found that young boys had more positive competence beliefs than 
girls in the domains of math and sports even if there was no significant difference in their objective 
abilities. They also found that girls held more positive competence beliefs than boys in the domain 
of instrumental music, despite the fact that the children in question may have had little or no 
actual experience playing a musical instrument. Another key finding of the study was that all of 
the children, including the seven-year-old first graders, had no trouble making activity-specific 
competence judgments and that they were also able to distinguish between how valuable an activity 
was versus how good they were at doing the activity. These findings lend support for the contention 
that even for very young children, expectancies and values function as different constructs that 
independently influence an individual’s behaviors and choices.
According to Meece, Glienke and Burg, (2006) self-efficacy oriented studies have demonstrated 
high correlations between perceptions of self-ef ficacy and achievement. Citing research by 
Wigfield, Eccles, & Pintrich (1996) and Schunk & Pajares (2002), Meece and her associates have 
pointed out that notable gender differences in self-efficacy beliefs began to emerge as children 
enter adolescence, usually in junior high school. They speculate that pressure to conform to 
stereotypical gender roles may be felt more strongly at this age. However, they conclude their 
review of self-efficacy research by stating that no consistent pattern of gender difference has yet 
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emerged from these types of studies. This conclusion makes sense when one considers that self-
efficacy tends to be tied to situation-specific behaviors rather than to a stable, fixed personality trait.
Goal achievement is a motivational framework that seeks to explain achievement oriented 
school behavior. The focus in this framework lies in the reasons a learner assigns to a specific 
learning situation. Two contrasting motivation orientations have been hypothesized: (a) mastery 
goal orientation and (b) performance goal orientation. According to Dweck and Leggett (1988) 
mastery oriented learners seek challenges and respond to failure with renewed flexibility and 
determination. Such learners view failure as a remediable with effort and persistence. In contrast, 
learners who are performance goal oriented often respond to failure by developing a helpless 
maladaptive orientation characterized by avoidance behavior, boredom and debilitative anxiety. In 
short, helpless learners see failure as a challenge to their self-esteem whereas mastery learners 
view it as an opportunity to learn new things. In their literature review, Meece and her colleagues 
(2006) note that few studies have examined gender differences and goal achievement deeply 
enough to suggest any systematic, clear motivational relationship, perhaps outlining a possible 
direction for future research in this area of motivation studies.
In the SLA literature much less attention has been focused on the relationship between gender 
differences and motivation. Mori and Gobel (2006) conducted a factor analytical study using an 
expectancy-value framework in their examination of the motivation of Japanese university EFL 
learners. They found significant gender differences in favor of females for a motivational cluster 
they labeled integrativeness, a construct associated with positive attitudes towards the target 
language group and the desire to travel overseas and make friends with people in the countries 
where the target language is spoken. Sung and Padilla (1998) in a study of elementary and 
secondary level students of Japanese and Chinese language in the United States found that females 
learners reported their motivation to learn these languages as consistently higher than their male 
counterparts regardless of the program or grade level they were enrolled in. Here too a lack of a 
clear pattern has yet to emerge from the research literature.
Statement of Purpose
Researchers such as Oxford and Shearin (1994) and Dörnyei (2001) among others have called 
for more empirically based motivation research that is more “education friendly,” (Crookes & 
Schmidt, 1991) and accessible to teachers. In part, they are calling for a more pragmatic approach 
that pays more attention to local learning contexts. Dörnyei has argued that motivation research 
ought to take into account course-specific, teacher-specific, and group-specific motivational 
components if it is to make any progress. This study follows the same line of reasoning in 
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attempting to understand more about the influence of motivation on language learning and 
proficiency development in a specific classroom and among a specific population of learners. It 
was hoped that such a study would provide information about the level of students’ interest in 
their learning environment, their view on the relevance of classroom practices, their expectations 
about their self-efficacy, and their satisfaction with learning outcomes. Although studies like 
these deal with unique populations and yield results that cannot always be generalized to other 
learning contexts, it is hoped that they might help to identify promising areas for more systematic 
investigation in the future.
Research Questions
This study explored the motivational sub-constructs underlying student attitudes towards a 
one-semester long anonymous peer letter exchange task. In addition, it investigated possible 
motivational differences due to two individual difference variables: foreign language classroom 
anxiety and gender. Specific research questions addressed in the study were the following.
1.   What motivational sub-constructs predict peer writing task achievement?
2.   What influence does foreign language classroom anxiety have on task-specific motivation in 
predicting peer writing achievement for this population of learners?
3.   What influence does gender have on task specific motivation in predicting writing 
achievement for this population of learners?
4.   Does gender influence the motivational sub-constructs identified in this study?
Methods
Participants
The 94 participants in this study were all first semester, freshmen students majoring in science 
or engineering at a four-year public Japanese university in Western Japan. They were drawn from 
two intact “Oral English,” classes which were taught by the researcher himself. Initially there were 
95 participants, but one student was dropped from the study because he failed to complete his self-
report survey. Although all of the students had to pass the competitive national “center exam,” to 
gain admission to the university, once admitted to the school, their placement into class groups 
was based solely on their family names and departmental affiliation. When polled anonymously by 
the instructor about their attitudes towards English on the first day of class, over 50% of students 
in each section indicated that they did not enjoy studying English. The course was the first of four, 
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one-semester general English courses that these students needed to take in order to fulfill their 
university’s requirements for graduation. It was, however, the only one of four required English 
courses where English was used as the primary language of instruction.
The Peer Writing Task
The peer letter exchange task is essentially an exercise in written communication. Students were 
paired with students from another university department who were also taking the same course 
and asked to correspond with a pen pal whom they had never met before. Students were asked to 
keep their personal identity a secret, but no other restrictions on the content of the letters were 
imposed. Students were simply encouraged to make friends with their pen pals and to find themes 
of shared interest. They were told that they should write at least 3 pages of written text, writing on 
every other line, but were encouraged to personalize their letters with photographs, illustrations, 
and magazine cut outs to make them more appealing. Students recorded their letters in a B5 
notebook and exchanged them on a weekly basis. The notebooks were collected weekly during the 
class hour, reviewed by the instructor and placed outside the teacher’s office to be picked up by 
pen pal partners two to three days later. Before returning the notebooks, the teacher graded each 
letter holistically for content and length and underlined high frequency grammatical errors such as 
word form, verb tense, and subject-verb agreement. Notebook performance was evaluated by the 
teacher using two 5-point scales ranging from 1, a low score, to 5, a high score, for each letter. One 
five-point scale represented content and length while the second scale rated structure and clarity 
of expression. The two scores were combined to provide an overall indication of task performance. 
Students who failed to turn in letters received scores of 0, but all submitted work, regardless of 
quality received at least a composite score of 2. Exceptions to the minimum score were made in 
the case where students had plagiarized from other sources, but such students were given the 
opportunity to rewrite their assignments during the next letter turn. If students failed to rewrite 
plagiarized letters, they received scores of 0. Students exchanged letters five times in the term for 
a total possible task score of 50 points. A random sample of 20 letters was selected and checked 
ex-post facto by two colleagues from the same university with experience teaching students from 
different sections of the same Oral English course. The rating behaviors of the instructors were 
analyzed with FACETS Rasch measurement software and found to be acceptably predictable and 
consistent for the sample selected.
This task was designed as a way to give students some experience using written English for 
communicative purposes while promoting peer-to-peer relationships. It was hoped that it would 
increase the time students would be thinking about and using English to communicate in their daily 
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lives while providing those students with weaker levels of oral/aural proficiency the opportunity to 
communicate with a partner without the pressure of face-to-face interaction during the class hour. 
Since general English classes at this university are unstreamed and typically very large, normally 
ranging from 45 to 55 students per section, the letter exchange was conceptualized as a way for the 
teacher to more reliably assess individual student performance, while getting to know more about 
each person. It was also a task that maximized individual corrective feedback without creating an 
overwhelming grading burden for the teacher. It was hoped that students who formed relationships 
through writing would have more positive attitudes towards using English for communication and 
that the pairing of unknown partners from different departments would make the writing task less 
artificial. Another advantage of this task is that it allowed the instructor to match partners with 
approximately the same level of proficiency and in many cases similar interests. Finally, the task 
was selected for its cultural familiarity since it is very similar to the koukan nikki (exchange diaries) 
that Japanese children write when they are young.
Procedures
In the eleventh week of the thirteen-week term students were asked to provide feedback about 
the peer letter exchange task. A simple questionnaire was distributed in English and students were 
asked the following three questions. (a) What did you like best about the letter exchange? (b)
What did you dislike about the letter exchange? (c) How could the letter exchange be changed to 
make it more useful or enjoyable? These questions were distributed in English and students were 
asked to write their comments in English, but were also told to use Japanese when they felt that 
they could not properly express their ideas. Students were given 15 minutes at the start of the class 
hour to respond to the survey and encouraged to use their dictionaries to help them compose their 
thoughts. Ninety-five students responded to the questionnaire and 14 of them elected to respond in 
Japanese or a combination of Japanese and English. All other responses were in English.
The data were collected and interpreted qualitatively. Coding was used to identify common 
themes which proved to be a fairly quick and straightforward process as the overall length of 
student response to each question was rarely more than 2-3 sentences in length. Based on the 
qualitative data a 45 question survey form was created to assess students’ attitudes towards the 
peer letter exchange task. The survey was distributed two weeks later in the final class meeting. 
Although it would have been preferable to distribute the survey in Japanese, an English version 
was used because there was not sufficient time to prepare, check, and back-translate an equivalent 
Japanese form. A five-point Likert scale was used to collect the data. Negatively coded items were 
transformed in the database before running data analyses. Students were given twenty minutes 
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to respond to the survey. At the same time, they were also given a Japanese language version of 
Horwitz , Horwitz and Cope’s Foreign Language Classroom Anxiety Scale (FLCAS) (Horwitz, 
Horwitz, & Cope, 1986). A copy of this adapted version in both English and Japanese appears in 
Appendix A. Ninety-five students responded to the survey, but one student failed to respond to half 
of the survey items and so responses for that person were deleted from the data set. There were 
also nine other cases with missing data, but since none of the cases were missing more than two 
responses, the researcher decided to replace the missing values with the mean responses for those 
items. This was done out of concern for the small number of participants, N=94, and the desire 
to maintain as much statistical power as possible given the relatively small population size. The 
internal reliability of the survey was high, with a Cronbach’s alpha of .91. Reliability estimates for 
the 33 item FLCAS survey were also very high with a Cronbach’s alpha of .93.
Results
Descriptive Statistics
Frequencies, means and standard deviations for the self report survey appear in Appendix 
B. A visual scan of frequency histograms indicated that three of the survey items had bimodal 
distributions. Item numbers 6 and 35 reflected mixed views of the level of dif ficulty of the 
writing task whereas item number 21 indicated that students may have approached the grammar 
correction task in two distinctive ways, one group responding with more attention to error 
correction and a second group tending to ignore the underlining of error.
Principle Components Analysis
Principle components analysis (PCA) was conducted on students’ responses to the 45 items in 
the survey to explore the interrelationships between the variables and to discover patterns in the 
data. Since the motivation survey items were in large part elicited from the population rather than 
designed to describe a narrow theoretical construct, PCA analysis was preferred over a factor 
analysis approach for its simplicity in interpreting the data and because there was no intention to 
fit the data to a specific, theoretical model. Three criteria were used in determining the number of 
factors in the PCA solution. First Kaiser’s criterion was used to retain variables with eigenvalues 
greater than 1.0. Second, in consideration of the small sample size and following advice from 
Field (2005) minimum factor loading was set very conservatively at a .512 level. Field himself has 
cited work by Stevens in suggesting conservative minimum factor loading values. The third and 
final criterion was a visual inspection of the scree plot generated by SPSS. The factor matrix was 
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then rotated several times; eventually producing a direct oblimin-generated four factor solution 
which collectively accounted for 43.77% of the variance in the data set. Four data clusters were 
identified with no complex loadings between subcomponents. Factor #1, intrinsic task utility, had 
the strongest loading and accounted for 24.48% of the variance in the model. Cronbach’s alpha 
for this cluster of variables was strong at .82.  The remaining three factors accounted for much 
smaller shares of the variance, but each cluster in the model had good reliability. Factor #2, affinity 
for partner, accounted for 8% of the variance and had a Cronbach’s alpha equal to .76. Factor #3 
accounted for 6.3% of the variance and had the weakest reliability estimate with a Cronbach’s alpha 
of .72. Finally factor #4, weak interest in foreign cultures accounted for the smallest percentage in 
the model at 5%. Although the variance in factor #4 was quite small, the loadings for this factor were 
all negative. This cluster had a Cronbach’s alpha equal to .81. It should be noted that factor #4 and 
its component variables does not imply hostility towards foreign cultures, but rather the negative 
loadings simply indicate that integrative orientation towards the target language community was 
not a powerful motivating factor in doing the notebook exchange task. Details of the factor loadings 
are reproduced in Appendix C of this study.
Multiple Regression Analyses for Motivation Clusters
A multiple hierarchical regression analysis was run to evaluate how well the four motivational 
cluster variables predicted performance on the letter writing task. Results of the regression appear 
in Table 1. Factor scores for the four variable clusters extracted during PCA were calculated using 
the regression method and were entered into the model as predictor variables. The outcome 
variable was a score representing the total number of points received for doing the writing 
exchange homework. 
Significance levels for the regression were set at p = .05. The results of the regression suggested 
that three of the motivational factors identified with the PCA, Intrinsic Task Value, Affinity For 
Partner and Weak Interest in Foreign Cultures appeared to be significant predictors of writing 
proficiency as indicated by higher scores on the letter writing task.
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Table 1   Multiple Regression of Factors Predicting Letter Exchange Performance
Step # Factor Entered B SE B ß
Step 1
Constant 34.75 0.61
Intrinsic Task Value 3.00 0.61 .45*
Step 2
Constant 34.75 0.59
Intrinsic Task Value 2.69 0.60 .41*
Affinity For Partner 1.68 0.60 .26*
Step 3
Constant 34.75 0.58
Intrinsic Task Value 2.73 0.60 .41*
Affinity For Partner 1.61 0.60 .24*
Task Effort 1.025 0.59 .16
Step 4
Constant 34.75 0.54
Intrinsic Task Value 2.11 0.58 .32*
Affinity For Partner 1.34 0.56 .20*
Task Effort 0.91 0.55 .14
Weak Interest in Foreign Cultures -2.18 0.58 -.33*
Note: R2 =.21 for Step 1; Δ R2 = .06 for Step 2; Δ R2 = .02 for Step 3; Δ R2 = .10
for Step 4 (ps < .05). * p <.05
The results of the regression analysis indicate that students who “bought in” to the letter 
exchange task and believed that it was a useful way to develop their language skills did, in fact, end 
up becoming more proficient at the letter writing task. Indeed, the variable intrinsic task utility, 
R2 = .21, had the strongest predictive quality in determining higher writing scores for students in 
this model. Each subsequent addition of motivational factors entered into the model appeared to 
progressively improve its predictive ability as the adjusted R2 rose to.25 from .21 in step #1 and 
from .25 to .27 in step #3, and finally up to .36 in step #4. So 36% of the variance in the model could 
be explained by these motivational factors. All of the effects were statistically significant at p < 05 
except for task effort which did not have a significant impact on writing task proficiency.
Multiple Regression Analyses for Anxiety and Gender
The next step in the analysis was to investigate the effects of language anxiety and gender on 
task motivation. Specifically, the researcher wanted to see if either of these individual difference 
variables had a significant impact on task motivation and attainment. In the follow up regression 
analysis a variable representing students’ total scores from the FLCAS question battery was loaded 
into the model. Negatively worded items on the anxiety survey were reverse scaled before being 
totaled to form a single language anxiety measure. As mentioned in an earlier section, reliability for 
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this instrument was strong with Cronbach’s alpha of .93.
Table 2   Multiple Regression of Factors Predicting Letter Exchange Performance
Step # Factor Entered B SE B ß
Step 1
Constant 34.75 0.54
Intrinsic Task Value 2.11 0.58 .32*
Affinity For Partner 1.34 0.56 .20*
Task Effort 0.91 0.55 .14
Weak Interest in Foreign Cultures -2.18 0.58 -.33*
Step 2
Constant 31.56 3.01
Intrinsic Task Value 2.34 0.61 .35*
Affinity For Partner 1.39 0.56 .21*
Task Effort 0.82 0.55 .12
Negative Interest in Foreign Cultures -2.23 0.58 -.34*
Weak Language Anxiety 0.03 0.03 .09
Step 3
Constant 24.65 3.35
Intrinsic Task Value 2.12 0.57 .32*
Affinity For Partner 0.84 0.54 .13
Task Effort 0.59 0.52 .09
Weak Interest in Foreign Cultures -1.73 0.56 -.26*
Foreign Language Anxiety 0.04 0.03 .11
Gender 5.31 1.40 .33*
Note: R2 =.39 for Step 1; Δ R2 = .01 for Step 2; Δ R2 = .08 (ps < .05). * p <.05
Table two shows the results of an additional hierarchical multiple regression analysis. A variable 
for foreign language anxiety and another for gender were inserted into the regression model to see 
if they improved the predictive power of the existing motivational factors. No significant effect for 
foreign language anxiety variable was found in the second regression model and the FLCAS scores 
did not appear to add much statistical power to the existing predictor variables. By contrast, the 
addition of gender to the regression model did produce significant results at R2 = .48 and adjusted 
R2 = .45, F(6.89), p < .05. The results suggest that gender significantly increased the predictive 
strength of the motivation variables on the letter exchange task.
MANOVA
In order to explore the differences in the motivational factors experienced by male and female 
students, a Multivariate Analysis of Variance (MANOVA) was designed with gender as the fixed 
factor and the four motivation factor scores as dependent variables. The multivariate tests produced 
significant results for gender across all dependent variables in the study F(1,92) = 5.68, p < .05, 
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Wilk’s Λ = 001.  However, a significant result was also found for Box M’s test indicating a violation 
in the assumption of equality of covariances at F(10, 4812) = 2.06, p < .02. This test normally 
indicates that the dependent variables, in this case, the factor scores representing motivational sub-
constructs, might not be multivariate and normally distributed across the population. Field (2005) 
has noted that, ordinarily, MANOVA tests are fairly robust to violations of normality and equal 
covariance assumptions and comments that researchers often proceed with MANOVA even when 
Box’s test is violated when they have good reason to do so. However, dangers to the robustness 
of MANOVA designs can come from imbalanced groups with too few members in each treatment 
group. The current study was based on intact groups and could not artificially engineer a gender 
balance among its subjects. In the current study, 75 of the survey respondents were male whereas 
only 19 of the students were female. Based on this group imbalance and violations of Box’s test, the 
researcher decided not to pursue a MANOVA analysis with the existing data set.
Instead the researcher decided to conduct multiple univariate ANOVA tests using gender as the 
independent variable. Using this simple approach and adjusting for potential Type I errors using 
Bonferroni corrections, the researcher found significant effects between gender and the affinity for 
partner variable, F(1,92) = 11.20, p <0125; as well as for gender and weak interest in foreign cultures 
(F, 1,92) = 10.83, p < .0125.
Discussion
Principle component analysis of the survey data in this study identified four distinct motivational 
clusters that captured student attitudes and feelings towards the peer writing exchange task. Three 
of these complex variables were significant predictors of language-based proficiency outcomes 
as measured by attainment scores on a peer letter writing exchange task. Intrinsic task utility, a 
variable representing “buy in” or a belief in the learning value of the letter writing task accounted 
for the highest amount of variance in the model data. The second most influential variable, affinity 
for partner, referred to an individual writer’s feelings of respect and affection for her partner. 
Students who held each other in high regard seemed to achieve the highest task attainment and 
students who exchanged letters with females students tended to write more clearly and to receive 
higher writing scores. The third variable that was a significant outcome predictor was labeled weak 
interest in foreign countries. Despite the label, this factor may represent students’ more practical 
motivational needs for language learning. Given the learning context, students endorsing this 
factor may simply be expressing a common sense perception that learning English in the classroom 
has little to do with members of cultures and societies where the target language is spoken. All 
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three of these motivational variables were found to have a significant influence on writing task 
proficiency. In short, students who endorsed these three attitudes tended to do well on their 
homework and to receive higher scores on their letters.
The remaining variable was labeled task ef fort, and represented the amount of psychological 
and physical investment students invested in a composing, reading, and correcting their letters. 
Curiously students who endorsed this variable were not necessarily those who achieved positive 
achievement outcomes. This is a bit counterintuitive as one would normally expect the opposite 
outcome -- that students who tried hard would tend to succeed more. One possible explanation for 
this discrepancy might lie in the novelty of the task itself. Many students seldom write out letters on 
paper, even in their native language, so engaging in the exchange may have created an extra degree 
of tension for the learners and may have created the perception that they were expending more 
effort on this language learning task than for other classes 
In exploring the relationship between task motivation, anxiety, and gender, this study found no 
significant relationship between language anxiety as measured by the FLCAS and either motivation 
or performance. These results were surprising, but may perhaps be explained by the fact that the 
survey was conducted in the eleventh week of a thirteen week semester by which time students 
may have been experiencing less anxiety as they had already become acclimatized to the teacher, 
class, and writing task. Another explanation might be the FLCAS’s emphasis on “in class,” anxiety, 
in particular, its focus on anxiety encountered while speaking and listening whereas this exchange 
diary task took place almost exclusively outside of school.
Gender appeared to have a significant effect on both motivation and performance on this peer 
writing task. Female students tended to score higher as a group on their letters and tended to 
endorse motivational constructs in systematically different ways than male students. It must be 
noted that these findings are still tentative and must be understood in the limited context in which 
they appear valid. It is possible that other underlying variables may actually be playing a role. Take 
for example female student’s cultural familiarity with koukan nikki . Nevertheless, it does appear 
from the data that gender influences both performance and motivation.
Conclusions
This study was developmental and exploratory in nature and thus the results must be interpreted 
with caution. The model derived from principle components analysis was not a strong fit to the 
population accounting for less than half of the total variance at 43.77% in the model. In addition, the 
N-size of 94 for this population was rather small for a principle components analysis of this type. 
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Field notes that larger sample sizes from 200 to 300 are generally desirable for this type of statistical 
analysis as they produce more reliable results (Field, 2005).
Multiple regression results did indicate that three of the factors identified in this study positively 
predicted task achievement and that adding gender into the regression produced stronger results. 
Of course it’s difficult to draw definitive conclusions based on this small sample even for the specific 
population under study. The data were drawn from intact groups from a single institution whose 
admission policies as a former Japanese national university may filter out students with extremely 
low levels of motivation and proficiency.
So it would be unwise to over-generalize the results of this study to other populations. Still, from 
a pedagogical point of view these results do provide valuable feedback to the practitioner regarding 
students’ attitudes towards the design and organization of this type of task. In the future, a more 
systematic pairing system might lead to better, more productive peer-to-peer pairings which could 
result in higher levels of task achievement. For example more male to female partnerships might 
promote better effort and achievement by male students.
This study has identified a few areas for a more focused follow up study. Gender seems to be 
a more influential predictor of language attainment in this group than expected. A study with 
more of an even gender distribution and more normal variances would be easier to work with and 
provide more reliable information to analyze. Anxiety is likely still an influential difference factor in 
motivation research, but a different type of test battery together with different ways of collecting 
data from participants, perhaps through interviews, would be interesting to explore. Peer-to-peer 
relations in this population appear to have a stronger motivational influence on task performance 
than expected. Understanding more about this relationship could lead not only to improvements 
in task design for this peer-to-peer letter exchange, but also to better overall task design within the 
curriculum and more effective instructional practices.
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Appendix A
Foreign Language Classroom Anxiety Scale: English Version
(Horwitz, E.K., Horwitz, M.B., & Cope, J., 1986)
Directions: Each of the following statements refers to how you feel about your English language class. Please 
check the box that best matches your feelings.
Strongly agree = SA
Agree = A
Neither agree nor disagree = N
Disagree = D
Strongly disagree = SD
SA A N D SD
1.  I never feel quite sure of myself when I am speaking 
in English.
2.  I don’t worry about making mistakes in English 
class.
3.  I tremble when I know that I’m going to be called on 
in English class.
4.   It frightens me when I don’t understand what the 
teacher is saying in the English.
5.  It wouldn’t bother me at all to take more English 
language classes.
6.  During English class, I find myself thinking about 
things that have nothing to do with the course.
7.  I keep thinking that the other students are better at 
English than I am.
8.  I am usually at ease (comfortable) during tests in my 
English class.
9.  I start to panic when I have to speak without 
preparation in English class.
10.  I worry about the consequences of failing my 
English class.
11.  I don’t understand why some people get so upset 
over English classes.
12.  In English class, I can get so nervous I forget things 
I know.
13.  It embarrasses me to volunteer answers in my 
language class.
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14.  I would NOT be nervous speaking the English 
language with native speakers.
15.  I get upset when I don’t understand what the English 
teacher is correcting.
16.  Even if I am well prepared for English class, I feel 
anxious about it.
17.  I often feel like not going to my English class.
18.  I feel confident when I speak in English in my 
language class.
19.  I am afraid that my English teacher is ready to 
correct every mistake I make.
20.  I can feel my heart pounding when I’m going to be 
called on in English class.
21.  The more I study for an English language test, the 
more confused I get.
22.  I don’t feel pressure to prepare very well for English 
class. 
23.  I always feel that the other students speak the 
English language better than I do.
24.  I feel very self-conscious about speaking English in 
front of the other students.
25.  English class moves so quickly I worry about 
getting left behind.
26.  I feel more tense and nervous in my English class 
than in my other classes.
27.  I get nervous and confused when I am speaking in 
my English class.
28.  When I’m on my way to English class, I feel very 
sure and relaxed.
29.  I get nervous when I don’t understand every word 
the English teacher says.
30.  I feel overwhelmed by the number of rules you have 
to learn to speak the English language.
31.  I am afraid that the other students in the class will 
laugh at me when I speak in English.
32.  I would probably feel comfortable around native 
speakers of the English language.
33.  I get nervous when the English teacher asks 
questions which I haven’t prepared in advance.
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Foreign Language Classroom Anxiety Scale（外国語教室不安尺度）
(Horwitz, E.K., Horwitz, M.B., & Cope, J., 1986)
1. 英語の授業でしゃべるとき，あまり自信を持てない。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
2. 英語の授業で間違いをするのは全然気にならない。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
3. 英語の授業中自分が当てられそうになると震えてしまう。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
4. 先生が英語で言ってることがわからないと不安になる。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
5. もっと英語の授業があってもよいと思っている。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
6. 英語の授業中，授業と全然関係のないことを考えてしまうことがある。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
7. 他の生徒は自分より英語ができるといつもおもってる。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
8. 英語の授業で行われる試験はたいてい気軽に受けている。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
9. 英語の授業で準備なしに急に話さなければならないとパニックになる。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
10. 英語の単位を落としたときの影響が心配だ
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
11. 英語の授業のことをとても心配する人がいるが，その理由が理解できない。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
12. 英語の授業中とても緊張してしまって知っていることでも忘れてしまう。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
13. 英語の授業中自分から進んで答えるのは恥ずかしくて気がひける。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
14. 外国人と英語で話すときにあがってしまうことは決してない。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
15. 先生が間違いを直してくれているのにそれがわからないと慌ててじまう。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
16. 英語の授業に十分予習をしていっても不安になってしまう。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
17. 英語の授業に出たくなくなることがよくある。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
18. 英語の授業で英語を話すときには自信がある。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
19. 英語の先生が自分の間違いを全部直しそうで不安である。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
20. 英語の授業で自分が当てられそうになると心臓がどきどきしてしまう。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
21. 英語の試験のために勉強すればするほどわからなくなってしまう。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
22. 英語の授業の予習をよくしないといけないというプレッシャーは感じない。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
23. ほかの生徒のほうが自分より英語を話すのがうまいといつも感じる。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
24. 他の生徒の前で英語をはなすとあがってじまう。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
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25. 英語の授業は進むのが速いのでついていけないのではないかと不安である。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
26. 他の授業よりも英語の授業の方がずっと緊張し不安になる。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
27. 英語の授業で英語を話しているとあがってしまって動転してしまう。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
28. 英語の授業を受けに行くときは自信が持てリラックスできる。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
29. 英語の先生が言う言葉がすべてわからないと不安になる。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
30. 英語を話すために文法規則をたくさん覚えなければならないと思うと気が重くなる。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
31. 英語を話すと他の生徒が笑うのではないがと不安になる。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
32. 外国人と一緒にいてもたぶんリラックスできると思う。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
33. 英語の先生に前もっと答えを準備しておかなかった質問をされるとあがってしまう。
強くそう思う そう思う どちらとも言えない そう思わない 強くそう思わない
Appendix B
Descriptive Statistics for Peer Letter Exchange Survey Items
Item
 
sa* a n d sd M SD N
1. I enjoyed the secret letter exchange. 21 38 21 14 5 3.56 1.13 94
2. I liked writing my letters. 9 29 32 23 7 3.07 1.08 94
3. I liked reading my partner’s letters. 29 48 14 4 4 3.94 1.00  94a
4. I liked my partner. 23 39 31 5 1 3.79 0.90 94
5. I liked exchanging letters with my partner. 18 37 35 5 3 3.62 0.95 94a
6. It was easy to exchange letters with my partner. 10 22 19 38 11 2.82 1.18 94
7. I think my partner spent a lot of time writing his/her 
letters.
13 39 24 21 2 3.39 1.03 94
8. I think my partner wrote his/her letters carefully and 
thoughtfully.
18 43 26 13 1 3.64 0.96 94
9. I wrote my letters regularly according to a pre-
planned schedule.
20 29 32 17 1 3.51 1.04 94a
10. I postponed writing my letters until the last moment. 26 30 21 18 5 3.52 1.21 94
11. I wrote my letters carefully and thoughtfully. 20 59 18 3 0 3.96 0.72 94
12. I liked keeping my identity hidden from my partner. 13 28 44 12 4 3.33 0.99 94
13. I liked having a partner whom I did not know. 16 47 26 9 3 3.64 0.96 94
14. The secret letter exchange was a useful way to 
practice English communication.
32 51 12 3 2 4.07 0.87 94
15. The secret letter exchange helped me to develop my 
personal English communication ability.
24 46 26 2 2 3.88 0.88 94
16. The secret letter exchange helped me to spend more 
time using English
35 53 11 1 0 4.22 0.67 94
17. Writing the letters was a waste of time. 24 45 18 9 4 3.77 1.05 94
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Item
 
sa* a n d sd M SD N
18. Writing the letters was not interesting. 22 37 28 12 1 3.68 0.99 94
19. Writing the letters was very stressful. 11 29 33 24 3 3.19 1.03 94
20. Communicating with a stranger was very stressful. 27 41 21 10 1 3.83 0.97 94
21. I read my old letters and tried to correct my 
grammar.
17 34 14 26 10 3.23 1.27 94
22. The red underlining helped me to think more about 
my grammar errors
28 41 19 10 1 3.86 0.97 94a
23. The red underlining made me work more carefully 
on my next letters
13 59 16 11 2 3.69 0.90 94
24. The red underlining made me spend less time on the 
next letter.
7 21 50 18 1 3.16 0.86 94b
25. I did not pay attention to the red underlining. 26 44 15 14 2 3.77 1.05 94
26. I want to study grammar more. 18 46 27 10 0 3.72 0.87 94
27. I think my English grammar improved after writing 
the secret letter exchange.
5 36 43 12 3 3.29 0.87 94a
28. I think I could write more easily in English after 
doing the secret letter exchange.
5 39 39 11 4 3.31 0.90 94a
29. I wrote my letters as quickly as possible. 12 32 32 17 7 3.23 1.10 94
30. I spent a lot of time thinking about my letters. 21 44 19 16 0 3.70 0.98 94
31. I spent a lot of time writing my letters. 22 48 21 9 0 3.84 0.87 94
32. I like to write personal diaries. 5 23 31 32 9 2.85 1.05 94
33. I like to communicate with my friends through 
writing.
7 40 32 17 3 3.32 0.95 94
34. It’s easier to share personal information when my 
partner is secret.
10 30 43 15 3 3.28 0.94 94
35. It was difficult to write to someone I have never met. 20 33 18 28 1 3.44 1.13 94
36. I find it easy to communicate with other students. 5 29 37 24 4 3.06 0.96 94
37. I like to share secrets with friends. 9 28 31 23 10 3.02 1.12 94
38. If possible, I would like to exchange letters with 
someone overseas.
11 34 28 18 10 3.18 1.15 94
39. I would like to communicate with people from 
different cultures,
18 35 29 13 4 3.51 1.07 94a
40. I would like to learn more about foreign cultures. 20 46 19 13 2 3.69 1.01 94
41. I am studying English because I will need to use it for 
my studies or job in the future.
23 44 18 14 1 3.74 1.00 94
42. I am studying English only because I need to get 
university course credits.
18 43 26 9 5 3.60 1.05 94
43. I am studying English because it will help me to make 
friends and communicate when traveling overseas.
16 36 35 10 3 3.52 0.98 94
44. Before taking this class, I liked to study English. 7 32 32 22 6 3.12 1.05 94
45. After taking this class, I would like to study English 
more.
7 49 34 7 2 3.52 0.83 94
        
a Missing values replaced by variable mean score
Cronbach's Alpha = .91
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Appendix C
Principal Component Analysis Summary of Factor Loadings for Letter Exchange Survey: Direct Oblimin 
Rotation, Four-Factor Solution, (N=94)
Item
Factor Loading 
1 2 3 4 h2
Factor #1:Intrinsic Task Value   
14.  The secret letter exchange was a useful way to practice English 
communication.
0.82 - - - 0.63
15.  The secret letter exchange helped me to develop my personal 
English communication ability.
0.75 - - - 0.54
17. Writing the letters was a waste of time. (-) 0.51 - - - 0.41
27.  I think my English grammar improved after. writing the secret 
letter exchange
0.69 - - - 0.47
28.  I think I could write more easily in English after doing the secret 
letter exchange.
0.58 - - - 0.36
42.  I am studying English only because I need to get university 
course credits. (-)
0.58 - - - 0.34
45. After taking this class, I would like to study English more. 0.59 - - - 0.60
Factor #2: Affinity for Partner
3. I liked reading my partner’s letters. - 0.52 - - 0.43
4. I liked my partner. - 0.67 - - 0.57
5. I liked exchanging letters with my partner. - 0.55 - - 0.63
12. I liked keeping my identity hidden from my partner. - 0.57 - - 0.37
13. I liked having a partner whom I did not know. - 0.58 - - 0.34
34.  It’s easier to share personal information when my partner is 
secret.
- 0.57 - - 0.41
37. I like to share secrets with friends. - 0.51 - - 0.42
Factor #3: Task Effort
11. I wrote my letters carefully and thoughtfully. - - 0.53 - 0.50
30. I spent a lot of time thinking about my letters. - - 0.69 - 0.51
31. I spent a lot of time writing my letters. - - 0.78 - 0.66
Factor #4: Weak Interest in Foreign Cultures
26. I want to study grammar more. - - - -0.68 0.41
38.  If possible, I would like to exchange letters with someone 
overseas.
- - - -0.63 0.59
39. I would like to communicate with people from different cultures. - - - -0.60 0.53
40. I would like to learn more about foreign cultures. - - - -0.52 0.47
Proportion of Variance 24.48 8.00 6.30 5.00  
Factor Correlation Matrix
Factor #1 -
Factor #2 0.18 -
Factor #3 -0.02 0.06 -
Factor #4 -0.31 -0.18 -0.05 -  
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ジエンダー，外国語教室不安，ピア・ライティングタスクの
動機が及ぼす影響について
ウォン　ジェイムズ　G
要　旨
この研究は，性別の違いや外国語の授業で生徒が経験する不安が，学生の授業に対するモチベーションや
学生間でのライティングタスクにおける熟達度にどのように影響を及ぼすか，という事を調査したもので
ある。ライティングタスクにおいては，intrinsic task value, affinity for peers, weak interest in foreign cultures 
といった 3つの予測変数が，学生の達成度を予測する事に大いに役立つということがわかった。授業におけ
る不安が，タスクに対するやる気や達成度に影響を及ぼすという結果は出なかったが，男女の性別の違いが
授業に対するモチベーションの高さや達成度を予測するのに重要なファクターとなっていることがわかっ
た。この研究では学生間で構成されるライティングタスクが，男子学生に比べて女子学生によりやる気をお
こさせる，ということが示されている。
キーワード： 不安，ジェンダー，動機づけ，ピア・ライティング，学生同士のコミュニケーション
